In its life-time, the profession of language teaching has undergone many changes. Early 
These considerations gave birth to three issues: effective teaching, reflective teaching, and the post-method condition.
The Method Era
As one of the key figures in the field of language pedagogy, Mackey (1950) wrote an article entitled "The meaning of method." In this article, he draws on the most important problem in the field of language teaching, and asserts that after centuries of language teaching, no systematic reference to this body of knowledge exists. The problem, he argues is that much of the field of language method has become a matter of opinion rather than of fact.
In an attempt to look at method sensibly, Mackey sets out to specify a number of features for any method. According to Mackey (1950) , all teaching, whether good or bad, should include some sort of selection, some gradation, and presentation. Selection is vital for the fact that it is impossible to teach the whole of a field of knowledge; gradation should be undertaken because it is impossible to teach all the selected materials at once; presentation interpersonally.
Before deciding what to select, grade, and present, one should necessarily know something about the material. This has to do with the source from which we select. In the case of language teaching, the source of selection, according to Mackey, is nothing but the linguistic system. As such, an analysis of this system seems inevitable. However, as soon as we begin to analyze a language, we realize that it is not a single system but a multitude of systems. Mackey summarizes these systems into four categories: the system of sounds (or phonology), the system of forms (or morphology), the system of structures (or syntax), and the system of meaning (or semantics). These four systems, when taken together, comprise the materials from which we should select.
An analysis of these systems-a linguistic analysis--results in an understanding of: The analysis of the system of language will take us nowhere unless the result is a synthesis of all systems of language into meaningful utterances. Therefore, language learning should not only include selection, gradation, and presentation, but also habit formation. Selection tells us what is to be taught, how much of it is to be taught, and how all the linguistic items are selected on the basis of such criteria as frequency, usefulness and teachability. points, the language teacher should guarantee habit formation (i.e. the method should make language a habit).
Mackey, therefore, believes that any method should include some sort of selection, gradation, presentation, and, last but not least, habit formation. This reveals the fact that Mackey's approach towards language is a structural one, and that the content of the syllabus is determined by a detailed linguistic analysis of the language in question. Richards (1984) is primarily concerned with three important points in relation to methods: the role of language theory, the role of instructional theory, and the implementational factors in methods. According to Richards, all methods could be categorized under one of the two headings:
language-centered methods, and learner-centered methods. The former is composed of those methods which are based on a theory of (the nature of human) language.
The latter, however, includes methods based on a theory of the learning process. Even though, in the 60s, Chomsky (1959) made an attack on the structural view of language, it was not until very late in the 70s and 80s that the most serious challenges to the structural syllabuses emerged in the form of notional syllabuses on the one hand (Wilkins, 1976) , and ESP movement on the other (Robinson, 1980) . Lexico-structural syllabuses argued that, once the basic vocabulary and grammar of the target language had been mastered, the learner would be able to communicate in situations where English was needed for general, unspecified purposes.
Wilkins simply redefines the language content of the structural syllabuses, and introduces the following items to them:
· the notions or concepts the learners need to talk about, · the functional purposes for which language is used, · the situations in which language would be used, and 
The Beyond Method Era
In a paper published in 1984, Richards claims that language teaching methods have a secret life. According to Richards (1984) , the secrecy of methods has to do with the fact that methods have a life beyond the classroom; the rise and fall of methods depends upon a large variety of factors extrinsic to the method itself. These factors often reflect (1) the fads and fashions of profit-seekers and promoters, and (2) Teachers' untapped potentiality is also a matter of concern for Richards (1990) and Wallace (1991) . They argue for the promotion of teachers' ability to analyze and evaluate their teaching practice and to initiate changes in their classrooms. The two camps within the beyond method era will be discussed in more detail here.
Effective Teaching
Language teaching has taken on two general forms up to now: (a) principled conformity (i.e. method stick-toeffectiveness), and (b) the exploratory teaching process. There are, however, many observations that reveal that teachers seldom conform to methods which they are supposed to be following; they refuse to be the slaves of methods. In other words, teachers in actual practice often fail to reflect the underlying philosophies of methods which they claim to be following (be it a holistic rationalist processoriented approach, or an atomistic empiricist approach).
In this connection, Dunkin and Biddle (1974) , and Swaffar et al. (1982) claim that teaching is a dynamic, interactional process in which the teacher's 'method' results from the process of interaction between the teacher, the learners, and the instructional tasks and activities over time. Such an interaction reveals itself as a quite different approach to teaching, one in which teachers are involved in observing and reflecting upon their teaching as well as the learning behaviors of their students; hence, effective teaching and learning. Good (1979) has tried to operationally define the term "effective teaching" by describing it as teaching that produces higher-than-predicted gains on standardized achievement tests. Blum (1984) lists twelve effective classroom practices. Doyle (1977) and Good (1979) list several dimensions of teaching that account for differences between effective and ineffective instruction.
They specifically mention such factors as classroom management, structuring, tasks, and grouping.
Effective teaching is claimed to be determined to some extent by the idea of structuring. A lesson reflects the idea of structuring when the teacher's intentions are clear, and when instructional activities are sequenced according to a logic that students can perceive. Teachers also assign activities to attain particular learning objectives. These are called tasks or activity structures. In a discussion of effective teaching, Tikunoff (1985) classifies classroom tasks on the basis of the type of demands they make on the students into three categories: (1) response mode demands (i.e. knowledge, comprehension, application, analysis or synthesis, or evaluation); (2) interactional mode demands (i.e. rules that govern how classroom tasks are accomplished); and (3) task complexity demands (i.e. how difficult the learner perceives the task to be). Teachers must not only decide on the kind of task but also on the order, pacing, products, learning strategies, and related materials of the task. To this end, they should take 'learner plausibility' and 'language learning strategies' into account (Oxford, 1990) . Members of the effective teaching camp argue that learners show autonomy when they undergo instruction and that they react individually despite the centrality of teaching style. As a result, learners' uptake is highly idiosyncratic despite the general assumption that the effect of instruction is somehow uniform for most learners of the class. This idiosyncrasy may be partly attributed to the various strategies learners adopt in the process of language learning. As Richards (1989) It should be noted that an unfortunate outcome of the educational system in most third-world countries is that usually teachers do not urge students to go beyond the response mode of knowledge. Students in these countries are usually held responsible for simply memorizing the subject matter of their courses. As such, they stop at the level of knowledge and take the materials they are exposed to for granted. This results in the students' lack of critical thinking. In other words, such a kind of orientation extinguishes the potential for plausibility in the learners.
Anyhow, good teaching appears to be highly task- argues that "ineffective learners are inactive learners. Their apparent inability to learn is, in fact, due to their not having an appropriate repertoire of learning strategies."
Another point that deserves attention is that effective teaching does not absolutely contradict the traditional notion of method. In fact, it is not the method that works or fails to work. An effective teacher may find some of the traditional methods, or some parts of methods, useful enough to be incorporated into his classroom practices.
What most of the proponents of the effective teaching orthodoxy suggest is that teachers should refrain from being dogmatic in their understanding of language teaching methodology.
Reflective Teaching
In a discussion of reflective teaching, I should draw the readers' attention to the fact that the eighties might be This is meant to uncover our assumptive worlds. As we become experienced teachers, we develop our theories of teaching, philosophies of the teaching and learning process, and our histories which contain assumptions about the best ways of teaching. In this phase of contestation, we confront and perhaps begin to dislodge the complex system of reasons (or theory) for our teaching actions-we theorize.
Contestation will unfold to us whether our view of teaching is fraught with contradictions and inconsistencies. If we believe that a given instance of behavior will have positive consequences for some and negative outcomes for others, then we hold an interdependent and dialectical view of behavior or action. Only after a fully-fledged contestation phase shall we proceed to the next phase appraisal.
In the appraisal phase, we set a value for what we do as teachers by asking such questions as "How might I teach differently?" Appraisal is a quest for alternative courses of action. It guarantees our teaching by linking the thinking dimension of reflection with the search for teaching in ways consistent with our new understanding. According to Bartlett (1990) , when we search for more participatory styles of goal-based or domestic assessment procedures, we are appraising possible courses of action.
The last phase in the cycle of reflective teaching process is "acting." The question the teacher raises in this phase is "What and how shall I teach now?" In this connection, Paulo Freire (1970) distinguishes between activism and verbalism.
Reflection without action is verbalism; action without reflection is activism. Freire claims that verbalism and activism should go hand-in-hand to guarantee the best possible outcome. After mapping, we rearrange our teaching practice, unearth the reasons and assumptions for these actions, subject these reasons to critical scrutiny, appraise alternative courses of action, and then act. As such, becoming reflective forces us to adopt a critical attitude to ourselves as individual second language teachers, and to challenge our espoused personal beliefs about teaching.
The Post-Method Era
The period of insecurity manifested by both the methods of the method era and the ideologies of the beyond method era formally culminated in the post method era or post method condition. In an attempt to account for the postmethod condition (Kumaravadivelu, 1994 (Kumaravadivelu, , 2001 (Kumaravadivelu, , 2003 . In 
